Drawing from the physical activity and positive youth development literatures, this paper describes a novel after-school effort designed to enhance youths' life skill development outcomes across school, family, and community settings. This program, which is derived from the Teaching Personal and Social Responsibility (TPSR) model, is a university-assisted effort serving 1 st through 5 th graders attending a low-income elementary school. As a part of this model's approach, pre-service physical education teachers engage in a yearlong course sequence and practicum that enables them to deliver the program. University graduate students and faculty then provide ongoing support, facilitation, and training to the pre-service teachers at the same time they conduct field-based research on the effort. The preliminary data indicate that the program can successfully impact several teaching and life skill development outcomes. However, additional interventions appear to be needed to extend youths' outcomes to settings outside of the program.
activity as the primary mechanism for teaching youth an important set of life skills (e.g., role modeling, goal setting, self-accountability, team building, etc.). These life skills are prioritized in service of two related purposes. The first purpose is to enhance student knowledge and use of skills and competencies that can improve their overall health and experiences with others in the program. The second purpose is to provide youth with the opportunity to understand how the skills they learn in PYD programs can be transferred to home, school, and community settings (Gordon & Doyle, 2015) , though there is limited research on transfer promotion strategies.
Although research has documented how SBYD programs can help youth develop life skills associated with personal and social responsibility (e.g., Armour & Sandford, 2013) , the need remains for additional practice-embedded research and descriptions of different models, approaches, and settings. This article is designed to attend to this need.
At the heart of our analysis is a university-assisted, SBYD program that is implemented during after-school time in an elementary school that serves a community affected by poverty. This effort, which is modeled principally after the best practice curriculum called Teaching Personal and Social Responsibility (TPSR; Hellison, 2011) , has two defining features in addition to PYD.
One of these features is the use of preservice physical education teachers as activity leaders (ALs). Another concerns the program's primary goal of helping youth transfer skills they gain through the program to outside environments.
Each of these areas of program development-PYD, training preservice teachers, and facilitating transfer-requires detailed scholarly attention. Our analysis here is intended to provide an overview of experiences and lessons learned. Accordingly, we begin with a description of the Journal of Youth Development | http://jyd.pitt.edu/ | Vol. 13 Issue 3 DOI 10.5195/jyd.2018.606 Building Personal and Social Responsibility 164 TPSR program model before providing additional insight into the strengths, opportunities, and challenges associated with developing and implementing a multi-pronged approach to PYD in after-school contexts.
Overview of Teaching Personal and Social Responsibility Model
TPSR is a best-practice model for the teaching and training of physical education students. The model is based on the assumption that positive personal and social development in youth is not automatic; it must be fostered deliberately through systematic intervention approaches.
Physical activity is the primary driver of TPSR programming because it is viewed as an instrumental facilitator for particular social roles and interactions and enables youth to practice social skills such as losing gracefully and tactfully communicating their thoughts and feelings (Gordon & Doyle, 2015) .
The TPSR model is designed to achieve five primary goals (see Table 1 ). These include the personal responsibility goals of participation, effort, and self-direction, and the social responsibility goals of respect and caring for others. The ultimate goal of the model is to help youth learn how to transfer these competencies to other areas of their lives. Goals are not introduced in a prescriptive manner but are instead tailored to meet youth needs each session through the application of a flexible lesson format (Hellison, 2011) . For example, if a previous session focused on self-direction but many students chose not to participate, the next session may focus on participation. This method enables program leaders to adapt the model to fit particular organizational contexts without straying from the TPSR characteristics (Gordon, Jacobs, & Wright, 2016) .
Each TPSR lesson begins with relational time. Relational time is structured so that youth in the program have meaningful opportunities to develop positive relationships with peers and the ALs. The awareness talk follows. It includes a brief discussion of the TPSR goal that is emphasized in that particular lesson. The lesson focus constitutes the majority of each program session. It consists of learning physical activity skills while also providing youth opportunities to practice the selected goal for the day. The group meeting is a collective debriefing session in which youth consider how the group performed relative to the TPSR goal for the day. Each TPSR session then ends with group and individual reflection time. During this time, children have a role in self-assessment and peer assessment (Escartí, Wright, Pascual, & Gutiérrez, 2015) . Specifically, they consider their individual and collective performance and have the opportunity to share those reflections. Hellison (2011) Throughout this general lesson format, the ALs' involvement is based on several key requirements. This includes the expectations that ALs (a) provide youth with consistent opportunities to make choices and exercise their voices; (b) reflect frequently on their own practice; (c) encourage youth to honestly disclose and learn from their mistakes, which requires ALs to discuss negative behaviors with youth and develop a plan for positive change rather than using punishment; (d) incorporate the TPSR responsibility goals into physical activities and discussions; and (e) take a humanistic approach by making a consistent effort to create caring social interactions to enhance emotional safety in the program (Hellison, 2011) .
Program Setting and Activity Leader Training
Our TPSR program operates 3 days a week for 30 weeks during the school year in an elementary school that serves 450 youth in a community that is challenged by poverty.
Approximately 85% of youth attending the school are underrepresented ethnic minorities, and 90% are eligible for free and reduced lunch. On average, 70 youth participate in the program and are referred by school staff based on academic (e.g., consistently low grades), behavioral (e.g., infractions resulting in administrative discipline during the school day), and/or socioemotional needs (e.g., limited ability to navigate healthy relationships with others).
Goal Meaning
Respect Youth control their behavior so that they do not inhibit others' right to learn.
Participation and effort Participation indicates a willingness to take part in the activity or discussion.
Effort indicates a desire to face challenges and overcome adversity.
Self-direction Youth begin to identify their own needs and work without direction supervision.
Caring for others A cooperative goal in which youth lend support, show concern, and help others when it is desired.
Transfer
Using each of the previous goals in a setting outside of the program such as the school, home, or community.
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Program activity is facilitated by dividing the youth into two groups that are organized by grade level. The first group consists of third, fourth, and fifth grade students, and the second includes first and second grade students. Each group rotates between two 1-hour strands of program activity: (a) TPSR SBYD; and (b) school-based academic enrichment that is unrelated to the SBYD.
The ALs facilitate the program as part of the field experiences built into two consecutive undergraduate courses focused on teaching elementary physical education. All physical activity content is framed through the skill themes approach (Graham, Holt-Hale, & Parker, 2013) , which is a developmentally appropriate progression for teaching fundamental movement skills.
During the first semester, the ALs spend the first 5 weeks on campus learning about appropriate teaching practices. The AL's learn the TPSR model through reading and discussing the Teaching Responsibility through Physical Activity textbook (Hellison, 2011) , observing example lessons, and peer teaching.
Following the initial 5 weeks, the ALs begin working in the elementary school. ALs are divided into teaching pairs, which allows for one lead and one assistant teacher for each lesson. Each teaching team typically works with a small group of 10 to 15 youth. The small groups facilitate more intensive social interactions between youth and ALs, and these interactions help ALs to develop more personalized relationships. In the first semester, ALs teach two 1-hour lessons a week with a weekly 1-hour, on-campus seminar. Content taught during the first semester focuses on basic movement skills, dance, and gymnastics activities.
In the second semester, ALs teach fundamental movement skills that lead into organized activities, such as throwing and kicking. In contrast to the first semester, the ALs have the flexibility to select activities to teach the content. This allows them to consider activity selection in relation to students' needs and interests. During the second semester the ALs spend 4 hours at the program each week, two teaching and two observing their peers, combined with a weekly 2-hour on-campus debrief session. The additional time in the second semester is due to a higher credit hour course and facilitates peer feedback. Specifically, ALs are trained to use the Tool for Assessing Responsibility-Based Education (TARE) 2.0 (Escartí, et al., 2015) systematic observation instrument to code their peers' teaching of TPSR.
It should be noted that we handpick the general physical activity content to be taught across both semesters. The physical activity content is selected to challenge the ALs progressively by adding equipment manipulation over time. The majority of physical activity skills are novel to In each group, the 5-minute awareness talk begins and the ALs introduce the TPSR goal for the day. (e.g., leadership). The ALs lead discussions framed by asking questions such as "What is leadership?" For example, the youth may say it is "being an example to others." Although some youth raise their hands more often, the small group size facilitates the active engagement of most youth on most days. For the first 3 weeks, we prescribe the TPSR goals used by the ALs.
From that point forward, the ALs select the TPSR goal that they think is the most appropriate for their group.
The 35-minute lesson focus intertwines the TPSR goal with the physical activity in order for personal and social responsibility to be explicitly practiced and discussed through authentic can make it difficult to transfer TPSR goals as they are taught (Gordon & Doyle, 2015) . Toward this end, we encourage ALs to learn about the communities in which their children live to better facilitate these conversations and find ways goals can be transferred safely and appropriately (Jacobs, Lawson, Ivy, & Richards, 2017) .
Key Project Developments and Lessons Learned
Since beginning the TPSR program, our research team has been studying facilitators and barriers to optimal program implementation to increase understanding and improve our implementation of the model and share lessons learned. This research has focused on the ways the program helps ALs develop skills they need to successfully implement the TPSR model and identifying the practices needed to help youth develop life skills, as well as transfer of those (Betourne & Richards, 2015) , individual interviews, daily critical incident reflections after teaching, informal interviews during program session, participant observation, and document analysis (e.g., lesson plans).
The early results of this research indicate that several ALs struggled initially with the TPSR model and found it difficult to adopt its associated teaching philosophy. As is typical of physical education recruits, many ALs had experienced a very authoritative approach to teaching in their own K-12 physical education classes and would initially resort back to teacher-centered strategies (Curtner-Smith, 2017) . Initial teaching struggles include behavior management, teaching skills (i.e., smooth transitions), and navigating the challenges of working with children of color from an area that differs from the lived realities of many ALs. The majority of ALs grew up in middle-class, predominantly white settings, and have struggled or made little attempt to understand the culture of the youth in the program.
Over time, several ALs came to realize that humanistic approaches for instructing and managing behavior were more effective. They began to understand the value of using physical activity as a means through which to teach life skills, and began to address the teaching struggles encountered through the program by taking responsibility for their role in structuring lessons rather than blaming youth for misbehavior. Many found that developing relationships and understanding the challenges the youth face outside of the program were key to making more meaningful connections. For example, when several ALs learned that several youth did not live with their nuclear family, they used language describing the use of goals at home to better fit all home situations.
While most of our current research agenda has focused on the ALs learning to use TPSR, observational data indicate that youth enjoy the program and have begun to internalize the first four TPSR goals. For example, our field notes from program observations indicate that youth are consistently able to describe what each goal means and provide examples of how they have met goals in the program. In our view, these data points stand as important preliminary markers of program progress, and we plan to expand our research agenda to include the voices of the youth, their families, and school personnel in future studies.
Program Improvement Targets and Challenges
Although the data lend some support to the effectiveness of the program experience in assisting the development of the ALs and select program youth, our data do not indicate that we are achieving our targeted goal of helping youth regularly transfer the competencies they gain to settings outside of the gym. One potential reason for this challenge is that the program has yet to develop a meaningful mechanism that can help youth reconcile some of the value conflicts that exist between and within their various social worlds. Our observational data have repeatedly uncovered inconsistencies in expectations for youth behavior across settings, which may limit the transferability of lessons learned in the program (Jacobs et al., 2017) .
To this point, a future research and development priority is to gain better insight into how the norms promoted in the program setting might differ from those in youths' classroom, peer, and community ecologies. For instance, in the program setting, youth are encouraged to act autonomously. When behavioral or social difficulties arise, the ALs are encouraged to take the time to help children reflect on their behaviors in ways that minimize the need for traditional forms of punishment. In the school setting, however, youth seldom select their desired learning activities; they are typically allowed to talk only when they are called upon, and when behavioral difficulties arise, they are frequently disciplined by being sent to the principal's office.
Conversations with children and school staff have indicated that these same conflicts appear to exist between TPSR program norms and behavioral preferences exhibited in some peer and family ecologies. We have learned, for example, that parents/caregivers often encourage youth to protect themselves physically and, at times, aggressively in order to garner respect from their peers.
When these norms and value conflicts are present, it makes it very difficult for youth to figure out how they might transfer the competencies they gain from the TPSR program to other areas of their lives. To wit, this difficulty persists because the norms for expected conduct between settings appear to be more different and competing than they are similar (Jacobs & Wright, 2018) . As a result of this mismatch, additional programmatic interventions and supports are needed, especially those that target change in institutional and family-level practices (Lawson, Alameda-Lawson, & Richards, 2016) .
Implications for Practice
The TPSR model, as conceived and implemented in our after-school program, has yielded several teaching and learning outcomes. However, the program may require additional interventions that extend beyond the boundaries of a single after-school program to achieve long-term outcomes. For this reason, the next generation of PYD programs may benefit by nesting the kind of stand-alone programs described in this article with broader collective impact efforts that help program developers and other school-community leaders better synchronize and harmonize youth ecologies. For example, a TPSR-based program could be integrated along with parent and community engagement programs such as including community mentors and/or local youth organizations or partners. Another seemingly clear but often overlooked conglomerate is with the school and school district. Each setting can integrate the TPSR model and goals, therefore promoting similar messages across contexts and, expectantly, providing youth with a deeper level of understanding (Gordon & Doyle, 2015) .
Beyond these aims, our data indicate that stand-alone after-school programs can benefit by incorporating teacher education and training into the daily structure and routine of SBYD (Richards, Ivy, Lawson, & Alameda-Lawson, 2018) . The effective use of TPSR requires topdown, teacher-centered models of teaching to be practiced in order to facilitate the type of student-centered processes targeted in TPSR. Practice is essential, and our work indicates that teacher education programming represents one viable avenue for creating the next generation of professionals for PYD programs as well as a partnership between universities and afterschool programs.
Another consideration is that SBYD provides an avenue towards enhancing youths' physical activity. This is important due to the recommendation that children and adolescents take part in moderate to vigorous physical activity for 60 minutes each day (Sallis, Carlson, & Mignano, 2012) . Within programs, ALs' encouragement of and participation in physical activity can motivate youth participants to enhance their physical health (Huberty, Beets, Beighle, & McKenzie, 2013) . Thus, in combination with the TPSR model, programs may use pedometers to boost moderate to vigorous physical activity or could focus on teaching children the importance of meeting and measuring their target heart rate regularly.
Practicing movement during program time, similar to practicing the TPSR components, may result in transfer of skills learned to outside settings (Bean, Kendellen, & Forneris, 2016) . As youth gain awareness for the best way to pursue and achieve fitness goals and outcomes, they An important strategy for all PYD programs to follow in order to achieve health for the whole body is to provide professional development training for their staff (Durlak, Weissberg, & Pachan, 2010) . All staff should develop skills with the help of an expert in the area of physical activity and the TPSR model. If taking on a leadership role among youth within a program, it is important that individuals maintain exceptional interpersonal skills and are capable of understanding and working with the developmental abilities that are present. An understanding of and comfort within the program culture and in presenting knowledge in a sequential and beneficial format is also necessary.
Unfortunately, staff frequently incorporate activities that limit moderate to vigorous physical activity by including long lines (e.g. waiting to climb a rope) and elimination activities (e.g. musical chairs), and rarely promote physical activity in general (Weaver et al., 2015) . Staff training has been found to be one of the greatest challenges faced in providing program opportunities for youth (Herrera & Arbreton, 2003) and staff are frequently unprepared to incorporate TPSR appropriately (Forneris, Whitley, & Barker, 2013) . One way to ensure that the appropriate skills are developed and utilized is for PYD programs to partner with university faculty. This partnership can be mutually beneficial as the members and participants within the programs present and receive positive accurate programming and the faculty members may further develop scholarship related to the field. This is also another example of how a program can be nested in a collective effort concerning child health and development.
The National AfterSchool Association has indicated that participants need to fulfill the Center for Disease Control recommendations for daily physical activity (CDC, 2015) ; staff need to be trained in evidence-based models and content, and the social environment must encourage positive relationships and appropriate comfortable community settings (NAA, 2011). The methods provided within this program description specify an example of practice that meets the NAA standards and promotes positive results among participating youth. Also, developing meaningful, site-embedded professional development programming represents a critical avenue for spreading TPSR and related SBYD models to new settings and populations as those trained may continue on in alternative situations. This article was developed in support of these
